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For over a decade, in the UK and in many other parts of the world, it has been acknowledged that there is an urgent need to build research capacity in education in general and in teacher education in particular (Schuller, 2007; Munn, 2008).  During the mid-1990s, several trenchant critiques were launched against the quality of educational research in the UK (e.g. Tooley and Darby, 1998).  The principal criticisms were summarised by Whitty (2006), as follows:
	Lack of rigour




	Lack of involvement of teachers
	Inaccessibility and poor dissemination
	Poor cost effectiveness (p. 161).
One response by the university funding bodies and the relevant UK research council, the Economic and Social Research Council (ESRC), to these perceived shortcomings was to establish the Teaching and Learning Research Programme (TLRP) funded through and managed by ESRC beginning in 2000 and expected to run until 2012.  This was by far the largest ever such investment in educational research, supporting over 700 educational researchers in some 70 project teams and almost 20 initiatives of cross programme thematic analysis across the four countries of the UK with a total budget at the time of writing of over £43 million.  In the Scottish context, the Scottish Higher Education Funding Council and the Scottish Executive Education Department announced their own scheme designed to address perceived weakness in the Scottish universities’ performance in research in education as assessed by the UK Research Assessment Exercise (RAE) in 2001, since no higher education institution in Scotland received a top rating at the level of 5 or 5* for research in education.  The Applied Educational Research Scheme (AERS) was awarded £2 million over a five year period from 2004 to 2009 and had two principal aims: to build research capacity in education in Scotland; and to use that capacity to carry out worthwhile research directed towards the national priorities for education in Scotland, as described by Munn, et al. (2004).
Whitty (2006) has drawn the distinction between two terms used to describe research in education by referring to “educational research” as research concerned in one way or another with improving policy and practice while the term “education research” should be used more broadly to characterise the whole field.  The present article in considering research capacity building in relation to teacher education will address both education research and educational research, in the sense that teacher education has to embrace research that addresses broad and fundamental issues to do with learning and pedagogy as well as both research aimed at improving the practice of teacher education and research addressing key aspects of the policy agenda for teacher education. To help with the distinction of different forms and purposes of research in education, Marilyn Cochran-Smith has identified four metaphors for research in the context of teacher education, namely: (a) research as weapon; (b) research as warranty; (c) research as foundation; and (d) research as stance (Cochran-Smith, 2007; Cochran-Smith and Lytle, 2009).

Research as weapon
This metaphor recognises that research evidence can be used to mount robust challenges to current policy and practice and that research activity itself can have an adversarial, competitive dimension as part of the culture of performativity that has come to govern academic life.

Research as warranty
This metaphor depicts research as providing the warrant or justification for educational proposals and decisions.  It highlights the responsibility that rests upon researchers to ensure that the conclusions they reach in reporting the findings of their research are warranted by the evidence they have gathered and the logical coherence of their reasoning.  Thus teacher educators should be researching and generating evidence, which can justify their own pedagogical practices.

Research as foundation
Research can also be seen as the means by which we generate new knowledge; it can provide the foundation on which we build our understanding of the world.  This helps us to recognise that research in teacher education should address fundamental questions, e.g. about the nature of learning and about pedagogy which transcend the exigencies of the current political and policy priorities.  It is worth noting that the OECD (2002) in its examiners’ report on educational research and development in England called for more research in Pasteur’s Quadrant, namely, research that both enhances our fundamental understanding of (educational) phenomena and at the same time informs practice.

Research as Stance  
Cochran-Smith (2007) argues that research should be seen as a stance that could usefully be adopted by all who have a legitimate interest in an applied field like teacher education.  Teacher educators should be research-minded, adopting a questioning, enquiring approach to their various roles.  Cochran-Smith (2003: 8) in describing the role of research, or “inquiry”, in the teaching profession uses the metaphor of stance to suggest: 

both orientational and positional ideas, to carry allusions to the physical placing of the body as well as to intellectual activities and perspectives over time. In this sense, the metaphor is intended to capture the ways we stand, the ways we see, and the lenses we see through. Teaching is a complex activity that occurs within webs of social, historical, cultural and political significance. Across the life span an inquiry stance provides a kind of grounding within the changing cultures of school reform and competing political agendas.

In this respect, capacity building in teacher education should enable teacher educators to create a culture of evidence that can enhance professional practice in teacher education and hence contribute to enhanced professionalism of teachers, but such a culture should also be characterised by a critical activism (Sachs, 2003).  By research capacity building, we mean attempts to enhance individual and collective research expertise and hence capacities to contribute to improving the quality and quantity of educational research.  By collaborative approaches to capacity building we principally have in mind the “social practices” model, which can be explained as the “explicit attempt to embed processes for the development of research expertise within the social practices of educational researchers” (Pollard, 2007: 643-4).  These can be contrasted with individualised approaches such as training courses that introduce research skills in a decontextualised way.
The present article aims firstly to examine the contextual conditions within which research capacity building in the teacher education sector has taken place during the past ten years and, secondly, critically to evaluate the extent to which the distinctively collaborative approaches to research capacity building adopted in Scotland have met the criticisms of educational research identified above.  In the following sections we examine the nature and scale of the challenge of research capacity building in Scottish education in general and in Scottish teacher education in particular, before considering the distinctively collaborative approaches adopted in order to build research capacity in Scottish teacher education.  
Challenge of research capacity building in education and in particular for institutions involved in teacher education

‘There is urgency in the need to extend and enhance research capacity that is recognised by the research community, the Scottish Government and the funding council.’  So wrote Sally Brown in her ‘stimulus paper’ on Scotland, for the first meeting of the UK Strategic Research Forum for Research in Education, held in 2008 (Brown, 2008:39).
The great bulk of educational research activity in Scotland takes place in the seven universities that have a School or Faculty of Education.   In each of these seven institutions, teacher education is a core activity that takes place alongside whatever research activity is undertaken.  The seven institutional histories differ significantly although there are also some common patterns (Menter, 2008).  Of the seven, six are ‘old’ universities, i.e. they existed as universities prior to 1992, and one is a ‘new’ university (the West of Scotland, formerly Paisley), created in the wake of the 1992 ‘unification’ of Higher Education.  Two universities (Edinburgh and Glasgow) are members of the Russell Group and Universitas 21, respectively UK and international groupings of ‘research-led’ institutions.  Six of the seven Faculties are the result of mergers with former colleges of education, the exception being the University of Stirling which created its own Department, later Institute, of Education, when it was established in 1967.  Some of the Faculties also have provision in related areas such as Social Work (Strathclyde and Dundee), Adult and/or Community Education (Glasgow, Strathclyde and Dundee) or Sports Science (Strathclyde and Edinburgh).
The balance of activity within each Faculty between teaching and research varies widely and relates both to the institutional histories and to current institutional priorities and strategies.  To a large extent there is a ‘dual economy’ within each Faculty, where some staff are primarily teacher educators and others are primarily researchers and, in many cases, there are staff who find themselves experiencing some tension between these two forms of activity.  Each institution addresses this tension in different ways, for example by seconding staff from schools or local authorities (sometimes called ‘Teacher Fellows’) to carry out significant parts of the teacher education work, thus ‘releasing’ established staff to undertake more research.  Others have different categories of established staff, e.g. ‘University Lecturers’ who are required to undertake research activity and ‘University Teachers’ who are not.
There have been serious attempts in the institutions to bring about a significant amount of cultural change, in order to ensure that there is at least a reasonable level of high quality research activity in each case.  Given that many of the staff who find themselves working in these faculties were appointed to the antecedent colleges of education, not on the basis of their research expertise and experience, but rather on the basis of successful teaching experience in schools, it is perhaps not surprising that there is evidence of some sense of alienation among significant numbers of staff in some of the institutions.  A study of Scottish (and English) teacher education, carried out in 2003-04 (Menter et al., 2006), reported that 

‘staff…highlighted the particular pressures of meeting university expectations at the same time as carrying out other student-focused and partnership activities:

You get no acknowledgement for the hours you spend organising and trying to get students or tutors to do things, whereas if you write a research paper there is kudos in that. (quotation from tutor)(p.22)’

There can thus be a significant cultural divide within the faculties of education – between teaching and research - and the managers in these faculties have been attempting to ensure that the negative effects of this divide are minimised, indeed that teaching and research are brought into a synergistic relationship where possible (as indicated in Menter et al, 2006; see also Munn and Baron, 2008).  
The majority of the seven universities made a return in education to the 2001 Research Assessment Exercise (Aberdeen and Paisley did not), and four submissions were awarded a Grade 4 (Edinburgh, Glasgow, Stirling (which alone had achieved a Grade 5 in 1996) and Strathclyde) and therefore received a reasonable level of research funding (QR) from the funding council.  Dundee made a small return in 2001 and gained a 3a and thus received small scale funding (in England Grade 3s were not awarded any funding) (Kirkwood, 2002).
In 2008, all seven universities with an education faculty, and also Glasgow Caledonian University, which has a unit specialising in community and adult education, made returns to the RAE in education, making a total of eight submissions from Scotland.  On the new rating system, seven of the eight – the seven faculties of education - were judged to have some activity at the very highest ‘world leading’ level.  A total of 258 active researchers were returned, compared with 163 in 2001, which represents a very significant 58% expansion of the volume of educational research activity in Scotland – against the trend in the rest of the UK.  Although there was an increase in the volume of each submission in most cases, one of the high achievers in 2001 (Stirling) actually saw a decline in volume in 2008, although it achieved the highest Grade Profile Average in Scotland (2.60). If we put some of these achievements in the wider UK context, it is interesting to note that three of the five largest submissions across the four jurisdictions are from Scotland (Edinburgh, Glasgow and Strathclyde), alongside the Institute of Education, University of London and the Open University.  
In the wake of the 2008 exercise, research funding will now come to all seven faculties of education in Scotland, with the majority of faculties, although not all, receiving an increased sum compared with the 2001-08 period.  The total sums allocated by the Funding Council in relation to education research are shown in Table 1.





The figures in this table show a 32% increase in funding from 2001 to 2009-10, significantly less than the proportionate increase in the numbers of researchers.  


The context for teacher education in Scotland​[1]​


Having examined the university context for education research, including teacher education research, we turn now to consider the wider professional and policy context in Scotland.  The internal cultures of faculties of education and their university settings are only one part of the wider picture that is significant in the discussion of research capacity.  These faculties are also necessarily interacting with the wider professional and political community of education and teacher education and are required to be responsive to policy developments instigated externally.
Pre-devolution studies of the education policy community in Scotland stressed the close relationships between the various stakeholders and the inherent conservatism that sometimes appeared to ensue from this.  It might have been anticipated that the removal of formal responsibility for education from the UK government in London to the Scottish Executive in Edinburgh might have unsettled such ‘cosiness’ and also that the influence of New Labour approaches may be less prevalent in Scotland than in England.  The processes of change in Scotland appear to have been less radical and at a slower pace than in England; however, they have been achieved through a more consensual process and so in the long term are likely to be more embedded than those in England.
A scoping study carried out for the Teaching and Learning Research Programme revealed that the ways in which teaching (and learning) is defined through formal policy statements in Scotland does differ from elsewhere in the UK.  In particular, there is greater emphasis on teaching as an intellectual and theoretically informed occupation, with a strong sense of social purpose and of professional activity being based on clearly stated values (Hulme a& Menter, 2008).
This emphasis appears to relate to the (usually) strongly consensual nature of the policy community in Scotland in which a wide range of stakeholders, including a long-established General Teaching Council, have significant voices in the processes.  The recent ‘modernisation’ of teaching took a significantly distinctive form in Scotland (by comparison with the rest of the UK), with much more emphasis on development than on performativity and assessment (Menter et al, 2004).  Humes (2007) points out however, that consensus may not be a good basis for independent and critical research activity.
Although responsibility for education and training was formally devolved from the UK Government and Westminster Parliament to the Scottish Parliament and the Scottish Executive in July 1999, Scotland’s education system has long enjoyed relative autonomy from England. It is often argued that education occupies a special place in Scottish history and culture. The administrative (but not the political) autonomy of Scotland’s educational framework was guaranteed in the Act of Union of 1707. Education, along with the law and the Church, continues to be regarded as one of the key institutions in Scottish social and cultural life (Humes & Bryce, 2003). The powerful shaping ‘myth’ that informs education policy in (an increasingly diverse) Scotland is summarised below:
Scottish society is relatively egalitarian and meritocratic; that ability and achievement, not rank, should determine success in the world; that public (rather than private) institutions should be the means of trying to bring about the good society; and that, even where merit does justify differential rewards, there are certain basic respects – arising from the common humanity of men and women – in which human beings deserve equal consideration and treatment (Humes & Bryce, 2003:109).

The professional status of teachers is more rigorously protected and the power of teachers’ professional associations/trade unions is stronger within the Scottish policy network. Scotland’s professional body for teachers, the General Teaching Council was established in 1966, some 35 years ahead of the other three countries (McIver, 2008); and the vast majority of teachers are represented by a single teachers’ union, the Educational Institute of Scotland (EIS), founded in 1847 and awarded a Royal Charter in 1851 (Forrester, 2008). Prior to political devolution, Scotland resisted the move to standardised tests implemented in England and Wales and developed national guidelines for its own broadly based 5-14 Curriculum through processes of consultation and gradual implementation; processes that continue to support the current development of a revised curriculum, A Curriculum for Excellence (Scottish Executive, 2004). A stable policy community has mediated external influences on policy and commentators have suggested that the dissonance between the profession and central government evident in England is not a feature of policy-making in Scotland. Nixon et al. (2006: 279) suggest that Scotland was able to resist the powerful centralising tendencies experienced in England and Wales because ‘the deep “codes” of teacher professionalism north of the border reinforce many of the priorities and myths of central government.’ 
The report of the McCrone Inquiry into the conditions of service and pay for teachers in Scotland was published in May 2000. A tripartite Implementation Group representing teachers’ organisations, employers (through the Convention of Scottish Local Authorities) and the Scottish Executive was established the following September. This approach was in line with the generally consultative style referred to above. An agreement was reached in January 2001 with the publication of A Teaching Profession for the Twenty First Century (Scottish Executive, 2001). The introduction to this document makes reference to a ‘unique process of discussion and dialogue’ which signposts a new way of working: ‘We have agreed that, for the future, the working relationships between teacher organisations, employers and the Scottish Executive will be based on mutual respect and understanding, on shared responsibility and on the shared development of ideas and programmes for change’ (Scottish Executive, 2001:1).
McCrone also sought to address the ‘hierarchical nature of teacher culture in Scotland’ (MacDonald, 2004: 414) by simplifying and flattening the career structure to afford greater opportunities for non-promoted teachers. This has seen a reduction in promoted (middle management) posts in secondary schools. The grade or status (rather than ‘post’) of Chartered Teacher was introduced to provide the opportunity for salary increments without management responsibilities for those teachers who choose to ‘stay within the classroom’ (O’Brien and Hunt, 2005; Kirk et al., 2003; Connolly and McMahon, 2007). The Chartered Teacher Programme was introduced in August 2003 and is open to all teachers who have reached the top of the main grade teachers’ pay scale and who have maintained a CPD portfolio. 
There is no doubt that the concepts of research and enquiry have entered the discourse of teacher professionalism in Scotland. As part of the new framework of professional standards for teachers in Scotland, for example, the Standard for Chartered Teacher (SCT) seeks to describe the knowledge, attributes, values and professional action associated with accomplished teaching and which are to be expected of those aspiring to the status of Chartered Teacher (CT) (Scottish Executive, 2002). The significance of research for the teaching profession is signalled within the SCT, in the clear expectation that the CT should demonstrate the capacity to: 
‘…ensure that teaching is informed by reading and research. For example, by:
	engaging in professional enquiry and action research, and applying findings
	reflecting critically on research evidence and modifying practice as appropriate
	testing whether a particular theoretical perspective actually applies in practice
	interpreting changes to education policy and practice and
	contributing and responding to such changes’ (SEED, 2002).

Kirk (2004) has argued that teachers have tended in the past to be the “objects or consumers” of research rather than its generators and goes on to claim that the text of the SCT calls for teachers to take a much more active role in initiating and engaging in research activities and rigorous critical analysis, as integral components of their professional practice, as well as applying research evidence generated by others to their own context.   The implications of the Chartered Teacher programme are considered further below.  
A commitment to the development of teachers as autonomous professionals can also be identified in a number of policies, such as: the formative assessment programme, Assessment is for Learning; the new school curriculum, Curriculum for Excellence (see below); and indeed the Applied Educational Research Scheme itself.  But one of the policies that is most explicitly based on a commitment to teacher development is the relatively new school improvement scheme, Schools of Ambition.  Working with teachers in 52 secondary schools across Scotland, each of which has devised its own ‘Transformational Plan’, a team of university based researchers is supporting the evaluation by school staff of the implementation of the plan, through the development of various models of action research (Hulme, et al., 2009).  This work had revealed a range of influences on teachers’ professional identity and development as well as on the development of schools as ‘learning organisations’ and/or as ‘communities of enquiry’ (Cassidy et al., 2008).  Research oriented approaches to school development were found to cover a spectrum from the ‘instrumental’ to the ‘developmental’, sometimes reflecting the level of confidence among the teachers involved and sometimes reflecting the organisational culture of the school.  Nevertheless the range of experiences includes examples where an enquiry orientation is likely to be sustained (Menter & Hulme, forthcoming).
The above brief review suggests that the formation of teacher education policy in Scotland may be more consultative and premised on higher degrees of trust than may be found elsewhere in the UK. Much policy development is founded on the priorities that emerged from the National Debate on education held in 2002 (Munn et al 2004).  But in the context of the discussion here the first key point is that the incorporation of a research and enquiry element in teaching and teacher education is well established, at least in terms of formal policy.  Secondly, the commitment to research is very much a commitment to applied educational research, including forms of teacher/practitioner research.

Collaborative approaches to research capacity building 

From its inception, AERS was a funding scheme for applied educational research that was distinctively Scottish, displaying several of the general characteristics described above.  In particular, at the meeting called in 2002 to launch the scheme and invite bids from interested parties, the clear message was conveyed that collaboration was to be encouraged.  Three forms of collaboration were presaged: firstly, collaboration between educational researchers and academics from other social science disciplines; secondly, collaboration among researchers across the various higher education institutions with an interest in education as a discipline or a field of enquiry, including, of course, the seven teacher education institutions in Scotland; and thirdly, collaboration between educational researchers and other stakeholders in education, namely, teachers and other professional practitioners, policy makers and local politicians.  Colleagues from the four faculties or departments of education which had received RAE ratings of “4” in RAE 2001, Edinburgh, Strathclyde, Stirling and Glasgow formed a group to prepare a comprehensive bid for the whole sum available, £2 Million, rather than compete for smaller amounts.  In the event the proposal was led by a consortium comprising the Universities of Edinburgh, Stirling and Strathclyde, Glasgow having chosen to pursue an independent bid. The collaborative bid was to create four collaborative research networks, three networks to conduct projects addressing substantive research themes and one network to lead the research capacity building efforts of the scheme.  The thematic networks were the Learners, Learning and Teaching Network, the School Management and Governance Network and the Schools and Social Capital Network, each undertaking three substantive projects over the five-year funding period 2004-2009.  There were opportunities to participate in each of these research networks at three different levels as shown in Figure 1.

[Insert Figure 1 about here ]

Participants in AERS were drawn from across the country and from a range of different professional backgrounds. However, participation from the research and practitioner communities was not evenly spread across the three levels.  For example, few teachers were able to give the kind of commitment required for participation at levels two or three.  To address this, strategies such as identifying sources of funding to allow teachers to be released from class-time duties so that they could participate fully at levels 2 and 3 as shown in Figure 1, were developed to promote opportunities for a small number of practitioners to join project teams that predominantly comprised university researchers. Conversely AERS forged links with existing policy-related educational initiatives in the field and school-based development work, in order to enable university academic researchers to engage with existing groups composed of professional practitioners. 
An inclusive, collaborative approach to research capacity building, described by Baron (2005, p.15) as an embedded “social practices model” was adopted by the AERS networks (see also Rees, et al., 2007; and Munn, 2008).  Offering opportunities for active participation in all stages of the research process was seen as the key to building capacity.  Thus, inexperienced researchers were encouraged to join with more experienced colleagues in teams formed within each of the three networks to carry out the research projects, which were only schematically planned within the original proposal. This was to allow participants to contribute to the precise formulation of research questions as well as all other phases of the projects through reviewing relevant literature, designing research instruments, data collection, data analysis and the range of reporting, publication and dissemination activities.  Participants in the work of the Networks represented a wide range of stakeholder groups.  As well as researchers from all seven of the university teacher education institutions, teachers and other professional practitioners, education managers and  policy makers at local and national levels and representatives of other relevant bodies  came together to engage in the research. Munn (2008, p. 426) described this form of collaboration as a “new approach to knowledge production involving a range of stakeholders”.  
As part of this social practices approach, the AERS Fellowships scheme was initiated. This provided a means by which emerging researchers seeking to become part of the community of practice of educational research could make a more formal commitment to the work of the relevant Network project and have mentoring arrangements formalised and tailored to their particular needs through a fellowship agreement which was regularly reviewed by all parties, including a representative of the Fellow’s ‘home’ institution or organisation.  This part of AERS proved very successful with a total of 22 inexperienced researchers appointed as AERS Fellows across the four networks. These were predominantly early career academic staff in the university sector, but included several local authority employees and colleagues from other stakeholder agencies. Through the scheme they rapidly gained experience of research management as well as other research processes, equipping them to take on the role of principal investigator in other studies, in some cases leading bids for external research funding.   
The fourth AERS Network, the Research Capacity Building Network, was responsible for more formal and technical aspects of research training through the creation and delivery of a suite of modules designed for online access and through organising training events in response to specific needs identified by the other networks.  The modular materials formed the core of the Masters in Applied Educational Research at the University of Strathclyde which subsequently received ESRC Recognition for postgraduate research training in education.  The modular materials themselves comprise around 70 resource units, 55 of which are to be made available, along with units created by TLRP, through the British Educational Research Association (BERA) website under a Creative Commons form of copyright, with responsibility for their long term maintenance and development passing to BERA.  The idea is that these unit materials can in future be accessed and combined flexibly by individuals and institutions according to needs and preferences.
In the Learners, Learning and Teaching Network, Project 1 (LLT1) was designed to explore and develop the concept of the Community of Enquiry as a collaborative model for research in education. Drawing on literature related to practical philosophical inquiry, communities of practice and activity theory, the project team argued that such an approach could enhance the ecological validity of research in educational contexts and identified seven key factors or considerations for putative communities of enquiry (Cassidy, et al., 2008: 217).  These were:
	A community depends on its members’ opportunities to engage in dialogue and other modes of participation. 
	Participation in a community is sustained through the quality of relationships. 
	Perspectives and assumptions underpin the relationships of a community and may offer insights into the dynamics and operation of the community.
	How a community operates is governed by its structure and context, including the extent to which its structure is imposed or constrained either internally or externally. 
	As a community develops, a climate for its operation also emerges—involving aspects such as tone, environment and potential conflict. 
	The purpose of an enquiry will influence this climate and there may be a need to accommodate or harmonise a multiplicity of purposes arising from the complex interrelationships, perspectives and assumptions involved. 
	A key issue for all communities is control, in relation to who has access to the community, to resources, constraints and power within it. 

By dint of their collaborative nature, it could be argued that communities of enquiry have a strong potential to build research capacity among participants if such factors as those listed above are taken into account.  
An important feature of the communities of enquiry that were the focus of the investigation of LLT1 was the use of the Virtual Research Environment (VRE) as a tool to support collaborative research activity.  The VRE provided a range of collaborative research tools such as discussion space, a shared filed store, shared writing tools, schedules, announcements, e-mail alerts and archives. It had been the original intention of the project to support and track the progress of a small number of groups aspiring to become collaborative communities of enquiry.  In the event, such was the interest in the use of the VRE that a very large number of such groups sought and were provided with VRE workspaces (at the time of writing, the number of groups using the VRE exceeds 170).  These include multidisciplinary groups established to explore issues such as disability and communities of enquiry in which school pupils have been co-enquirers with teachers and researchers involved in developing new curricular approaches in areas such as education for citizenship, as well as collaborative research teams with geographically and institutionally distributed membership.  The VRE has also been adopted in other funded research such as the Research to Support the Schools of Ambition, mentioned above, in which it provided the means for shared communication and the pooling of resources among participating schools and the potential tools for collaborative activity.
The current policy context for teacher education in Scotland is heavily influenced by the reform of the curriculum for children and young people 3-18, “Curriculum for Excellence” (Scottish Executive, 2004).  This can be seen as providing opportunities for teacher educators and along with other educational researchers to engage collaboratively with teachers, pupils and other stakeholders including student teachers in transformational research activities focusing on the development and implementation of the new curriculum outcomes and experiences.  Discussions have taken place between the AERS LLT Network, colleagues in the Scottish curriculum body, Learning and Teaching Scotland, and the team responsible for introducing “GLOW”, the digital network which is to connect all schools and provide every pupil and every teacher in every Scottish school with powerful networking, information and communications tools.  There are very interesting possibilities for collaborative research and enquiry to enhance the evidence base informing the ongoing process of curriculum reform in inclusive and interesting ways and at the same time offer further opportunities for research capacity building in education, especially as teacher educators in Scotland are working towards a framework of standards in which research and enquiry skills and dispositions are seen as vital elements of teacher professionalism (Christie, 2008).
The importance of collaborative approaches to teachers’ professional development and the potential of collaborative forms of capacity building activity have been highlighted by the work of the LLT Network project on “Teachers as Learners”, which has developed a “Triple-Lens Framework” in order to make sense of the multiple factors influencing teachers’ professional learning (Fraser, et al., 2007).  Evidence from several series of interviews with teachers, education managers and other key informants and from an online survey of teachers showed that teachers strongly value informal support from, and professional dialogue with colleagues and that they value opportunities to work collaboratively in small groups on issues firmly located in their own school context (Christie, et al., 2009a).  While there was evidence of a strong aspiration towards collaborative forms of professional learning and CPD, in practice, there are structural features within the system, in particular, individualised forms of accountability, which appear to militate against collaboration.  Thus, where schools are attempting to operate as learning communities, there is evidence that “social and informal dimensions of professional development are increasingly valued, but this can create tensions with what is recognised and perceived as accountable within the system” (Christie, et al., 2009a, p.1).   
Other major pieces of funded research in Scotland also point towards the significance of social, relational aspects of teachers’ professional learning and thus are relevant to the present discussion of capacity building in teacher education.  For example, McNally et al. (2008), who led the Early Professional Learning project, funded by TLRP, using innovative methodologies including the recruitment of teacher researchers to the project team, showed that the informal, emotional-relational dimension was of the highest importance for newly qualified teachers in their personal journeys towards full registration through the induction year. 
The process of collaboration was itself investigated by another TLRP-funded project which focused on collaborative group work in Scottish primary schools (Christie, et al., 2009b).  The quality of collaborative dialogue taking place during group work was found to be a strong predictor of the significant learning gains achieved in the primary classrooms (Howe, et al., 2007).  However, engagement in constructive collaboration cannot be taken for granted.  It requires effort and commitment and the acquisition of the social and communication skills, essential pre-requisites for effective group working.  
If we consider research to be about creating new knowledge, the parallels become clear between the processes of research and professional enquiry, on the one hand, and fundamental processes of learning, on the other.  Collaborative research, just as collaborative learning, entails, inter alia:
	engagement in constructive dialogue;
	shared commitment to shared purposes aimed in some way towards action;
	sharing (in the sense of exchanging) perspectives and assumptions;
	mutual respect and trust;
	effective planning, organization and management.
However, collaboration is not a panacea for either classroom learning or research and research capacity building.  In the classroom context, collaborative approaches are more appropriate for certain kinds of learning objectives, particularly where new enhanced understandings are sought, but are less so where the acquisition or practice of individual skills is required (Damon & Phelps, 1989).  Similarly in relation to research capacity building, the collaborative social practices model was deemed to have been an essential component of the Applied Educational Research Scheme in Scotland (AERS, 2009), but it was not the whole story.  The capacity building strategy also involved the development of on-line training resources which provided for individual skills training in research methodology, as required    Fitness for purpose must be the key consideration in any decisions about the selection of strategy and approaches both in pedagogy and in research capacity building.




The Scottish context affords a number of unique opportunities and advantages for teacher education.  Nevertheless, teacher educators in Scotland face similar challenges as have been identified elsewhere, for example, through the ESRC demographic review of research capacity (Mills et al., 2006) and through the pervasive culture of performativity which increasingly infuses public services across the globe and not only in the OECD countries which have collectively been struck by shockwaves of turbulence in their financial systems.  Collaborative approaches to research in general and to research capacity building in particular, while not a panacea, may be effective in the kinds of conditions which currently prevail across the UK.  Firstly, there are good theoretical and ethical justifications for adopting a more collaborative approach.  Research is a social practice with its own cultural tools and specialised language and proficiency with these comes through active engagement in research activity.  Collaborative approaches also lend themselves to building both cultural and social capital (Baron, et al., 2000).  Collaborative approaches are intrinsically participative and thus have the potential to be more inclusive.  Secondly, there are good methodological justifications for collaborative approaches.  Given that education is an applied and practice-based field of enquiry, collaborative approaches to research are arguably more ecologically valid, especially where research teams include the professional practitioners who actually mediate the learning processes.  Furthermore collaborative approaches are arguably both economically and political sound.   Collaborative approaches offer the potential for pooling scarce resources in terms of methodological knowledge and skill and they articulate well with a wide range of political policy imperatives which call for “joined-up” thinking and inter-professional practice.
The collaborative, social practices model of research capacity building, distinctively developed over recent years in Scotland by AERS, has already proved to be highly influential across the wider national and international arenas.  Firstly, it provided the basis of the UK Economic and Social Research Council’s (ESRC) Teaching and Learning Research Programme (TLRP) Phase 2 Capacity Building strategy.  Secondly, it was the impetus behind the funding of the two phases of the Welsh Educational Research Network (see the article by Davies and Tanner in this volume) and the funding by ESRC of two pilot regional capacity building networks, including the Teacher Education Research Network based in the Northwest of England.  Thirdly, it was the subject of Munn’s Presidential Address to BERA in 2007 and of the BERA Address to the Australian Educational Research Association Conference where uptake of the model is being considered.  Finally, the AERS Fellowship model was directly replicated in TLRP’s ‘Meeting of Minds’ scheme through which 25 early career researchers received mentoring from senior colleagues beyond their own institutions (AERS, 2009).  The potential advantages of collaborative approaches extending across the UK, Europe and beyond have not yet fully been recognised, far less realised.  However, it is interesting that the foundations have already been laid for a World Educational Research Association, in which SERA and BERA, the Scottish and British Educational Research Associations, are actively involved.
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Table 1.  Total QR/Research Excellence funding for education in Scottish universities by the Scottish Funding Council: 








Figure 1.  Levels of participation in the Applied Educational Research Scheme Networks. (The two-way arrows signify that movement between levels in either direction may be expected over time.)

Level 1: “Entry Level”
Interested ‘users’, observers, or potential participants who wish to be kept informed of developments in a network and of network events, which they might wish to attend.‘Membership’ at this level means being included in the mailing list for electronic and other forms of communications in order to receive information from the network; This level of membership also means being able to communicate with the network to express views, make suggestions, contribute and exchange ideas as part of ongoing discussions.This level of membership is open and ‘free’


Level 2: “Active membership”
Researchers and other stakeholders who are taking an active role in some aspect of the activities of a Network, such as: Membership of the Network Coordinating Group, Direct involvement in research activity associated with the planned projects of the Network, for example, participating in a recognised community of enquiry related to the themes being explored by the Network.Active membership would require an authorised commitment being made to give time to the activity associated with participation in the network..


Level 3: Close Involvement (“Core membership”)







^1	 Note Parts of this section of the paper draw upon an earlier paper by Ian Menter and Moira Hulme, ‘Policy making in teacher education and professional development in Scotland’ presented at the BERA Conference 2008, as part of a symposium convened by Donald Christie, ‘Teachers as Learners: Evidence from major funded research in Scotland’.  Thanks to Moira Hulme for her contribution.
